This study aimed to determine preschool teachers' classroom management skills and investigate the relationships between teachers' classroom management skills and inclusion students' social skills and problem behaviors. Relational screening model was used as the research method. Study group consisted of 42 pre-school teachers working in Kocaeli province and 42 inclusion students aged 4-7. Personal Information Form, Classroom Management Skills Inventory for Pre-school Teachers and Pre-School and Kindergarten Behavior Scale were used to collect data. Mann Whitney U and Kruskal Wallis methods were utilized to analyze the descriptive statistics. Results revealed that participating pre-school teachers had high level of perceived classroom management skills, teachers' classroom management skills did not differ based on inclusion students' age and gender but they significantly differed based on teachers' age, seniority, type of school they graduated from and staff status. Inclusion students were found to have moderate social skills and high level of problem behaviors. Children scores in social skills and problem behavior scales did not change based on age but they significantly differed based on gender. According to the results, no meaningful relationships existed between teachers' classroom management skills and inclusion students' social skills and problem behaviors.
Introduction
Starting with their birth, children acquire information, skills and attitudes from their parents or caregivers related to various developmental areas. In later life, pre-primary educational institutions play a crucial role in providing children with different habits and life skills (Kandır, 2001) . Preschool period is the most intensive period for children to acquire basic skills to adapt to environmental factors and society (Yaşar, 2008) and pre-schools are the first settings where children encounter social rules outside their families (Akduman, 2013) .
Every child has a role to play in the society in which he lives. In order to be able to undertake these roles in a healthy manner, children must interact with others and acquire the ability to keep up with changing conditions. Just like healthy individuals, individuals with special needs have a number of roles in society. Individuals with special needs should be trained and supported in order to allow them to use their capacities to the fullest. Children with special needs should be given the opportunity to study in natural environments so that they are provided with equal opportunities in education. In this context, least restrictive educational environments are frequently used to meet the educational needs of children with special needs. Full-time or part-time training in regular classrooms for this purpose is called inclusive education (Kırcaali & İftar, 2006) . observed in the future (Özaydın, İftar & Kaner, 2008; Yükselsin & Berrakçay, 2010) . For this reason, identifying inclusion students' social competences and problem behaviors will contribute to provision of developmental support (Yükselen & Yaban, 2013) .
Methods frequently used by teachers in pre-school education to overcome inclusion students' problem behaviors and increase their participation in activities usually involve getting detailed information from parents about their children's disability or learn methods that promote learning for students with specific type of disabilities with their individual efforts. Another method included extending the duration of classroom activities, being flexible in daily plans and striving to ensure full participation. In fact, classroom management skills play a crucial role in the education of inclusion students (Gülay-Ogelman & Ersan, 2014) and there are no previous studies in Turkey that explored the relationship between preschool teachers' classroom management skills and inclusion students' social skills and problem behaviors. It is believed that this study, that set out to demonstrate the significance of classroom management in preschool education, will contribute to preschool teachers' practices. In this context; this study aimed to explore the relationship between preschool teachers' classroom management skill levels and inclusion students' social skills and problem behaviors. In this framework, answers were sought to the questions below: 1. What is the level of preschool teachers' classroom management skills based on their own perceptions? 2. Do preschool teachers' classroom management skills significantly differ based on demographic characteristics? 3. What is the level of inclusion students' social skills and problem behaviors? 4. Do inclusion students' social skills and problem behaviors significantly differ based on age and gender?
5. Is there a significant relationship between inclusion students' social skills and problem behaviors and preschool teachers' classroom management skills?
Method

Model
This research, which utilized relational screening model, set out to investigate the relationship between pre-school children's (aged 4-7) social skills and problem behaviors and pre-school teachers' classroom management skill levels.
Participants
Study participants were composed of 42 pre-school teachers employed in Kocaeli Province Izmit District and 42 inclusion students in these teachers' classrooms. In the study, 23,8% (n=12) of the students were in 4-5 age group and 76,2% (n=30) were in 6-7 age group. In addition, 76,2% of the inclusion students were (n=30) males and 23,8% (n=12) were females.
In the study, 31% (n=13) of the participating teachers were under 25 years, 38,0% (n=16) were between 25-34, 31,0% were (n=13) 35 or older. It was identified that 42,9% (n=18) of the teachers graduated from formal education institutions while 57,1% (n=24) were graduates of distance education from Anadolu University. While the instructor and students are in the same setting in formal education, distance education is characterized by teaching when teachers and students are separated by physical distance (Verduin & Clark, 1994) .
It was also seen that 23,8% (n=10) of the teachers had seniority of 1 year or under, 21,4% (n=9) worked for 2-5 years, 33,3% (n=14) worked for 6-10 years and 21,4% (n=9) had a seniority 11 years or more.
Data Collection Tools
Personal Information Form, Classroom Management Skills Inventory for Pre-school Teachers and Pre-School and Kindergarten Behavior Scale (composed of Social Skills Scale and Problem Behaviors Scale) were used in this study as data collection tools. Scale questions were answered by participating teachers.
Personal Information Form prepared by the researcher includes questions to determine the following information for participating teachers: age, gender, seniority, staff status (whether they are on the permanent staff or paid by hour), the school teachers graduated from. The form also includes questions about pre-school students' ages and genders. Pre-school Teachers, developed by Dinç er and Akgün (2015) , was used to determine pre-school teachers' skill levels in classroom management. The 5-point Likert type scale is composed of 40 items that are scored by using "Strongly disagree", "Disagree", "Unsure", "Agree" and "Strongly agree". The scale includes two subscales: Professional Skills and Teacher-Child Interaction (Dinç er & Akgün, 2015) . Cronbach Alpha coefficient was calculated to determine the reliability of answers provided by teachers. Cronbach Alpha coefficient for items included in Professional Skills subscale was found to be 0.898 and Cronbach Alpha coefficient for items included in Teacher-Child Interaction was 0.888 while the Cronbach Alpha coefficient for the full scale was identified to be 0.929.
Classroom Management Skills Inventory for
Pre-School and Kindergarten Behavior Scale, developed by Merrell (1994) and translated by Fazlıoğlu and Okyay (2011) , was used to measure preschool children's problem behaviors and social skills. The scale is composed of two separate scales: Social Skills Scale and Problem Behaviors Scale. Items in the scale were rated by using "never", "rarely", "sometimes", and "often". The scale responses are coded as 0, 1, 2, 3 respectively. High scores from the general scale and from subscales indicate high level of social skills and problem behaviors while low scores point to low level of social skills and problem behaviors (Memetali, 2014 
Data Collection Procedure
Total number of pre-school inclusion students in Kocaeli Province central district and in separate educational institutions was obtained from Izmit Counseling and Research Center and required permits were received from Kocaeli Provincial Directorate of National Education. The 34 schools with inclusion students, identified in the framework of the study, were separately visited in a 2-month period in March and May of 2015-2016 academic year and the scales were implemented to 42 pre-school teachers.
Data Analysis
Firstly, descriptive statistics were undertaken based on children's and their teachers' scores from data collection tools. Later, Mann Whitney U test and Kruskal Wallis test were implemented for statistical calculations based on sub problems. Before analyses, hypothesis of normality was examined for the scores obtained from total scales and subscales. Table 1 shows that participating pre-school teachers' classroom management skill scores differed between 125,00 and 192,00; their mean score was 163,24 (±20,63) and mean score for professional skills sub dimension was found to be 130,36 (±13,72) while the mean score for teacher-child interaction sub dimension was 32,88 (±8,63). Data presented here show that pre-school teachers' scores from classroom management skills scale significantly differed based on age in the whole scale (X2(2)=17,486; p>0,05), in professional skills sub dimension (X2(2)=16,304; p<0,05) and teacher-child interaction sub dimension (X2(2)=11,786; p<0,05). Kruskal Wallis test conducted to determine the source of this difference identified it to be in favor of teachers in 25-34 age range (between teachers who were under 25 and teachers between 25 and 34) and in favor of teachers who were 35 and older (between teachers who were under 25 and teachers who were 35 and older) in the whole scale and professional skills and teacher-child interaction sub dimensions. Data presented here show that pre-school teachers' scores from classroom management skills scale significantly differed based on type of school of graduation in the whole scale (z=2,937; p<0,05), in professional skills sub dimension (z=2,786; p<0,05) and teacher-child interaction sub dimension (z=2,338; p<0,05) in favor of teachers who graduated from formal education institutions. =21,981; p<0,05) . Kruskal Wallis test conducted to determine the source of this difference identified that teachers with one year or less seniority and teachers with 2-5 years seniority had lower levels of classroom management skills in the whole scale and professional skills and teacher-child interaction sub dimensions. Teachers' scores from classroom management skills scale were found to significantly differ based on staff status in the scale in general (z=4,316; p<0,05), in professional skills sub dimension (z=4,079; p<0,05) and teacher-child interaction sub dimension (z=3,516; p<0,05). Mean social skills score for inclusion students was 7,38 (±7,84) and this value was found to correspond to moderate level (Tekin, 2002) . Sub dimensions were calculated as follows: mean Social Cooperation score: 13,00 (±3,55) ; mean Social Interaction: score 11,60 (±1,71) and mean Social Independence score: 12,79 (±3,61). Mean problem behavior score for inclusion students was 104,33 (±6,94) which was identified to be higher in the scale in general and in sub scales (Tekin, 2002) . Examination of sub scales provides the mean score for externalizing problem behavior as 66,88 (±6,14) and the mean score for internalizing problem behavior as 37,45 (±2,11). Data presented here show no significant differences for inclusion students' problem behaviors based on age (z=0,601; p>0,05). Similarly, no significant differences were determined for externalizing problem behavior (z=0,322; p>0,05) and Internalizing problem behavior (z=1,226; p>0,05) subscales as well. Based on the data presented in Table 11 , the level of displaying problem behaviors significantly differed among inclusion students based on gender (z=4,195; p<0,05). Male students' level of displaying problem behaviors (106,75±5,16) was identified to be higher compared to that of female students (96,60±6,35) considering the mean rank and total scores in the scale as a whole. Similarly, sub scales also show that externalizing problem behaviors (z=4,359; p<0,05) and internalizing problem behaviors (z=0,164; p>0,05) significantly differed in favor of male students. No significant relationships were identified between participating pre-school students' problem behaviors and their teachers' professional skills (r=-0,248; p>0,05), teacher-child interaction skills (r=-0,268; p>0,05) and classroom management skills (r=-0,277; p>0,05).
Results
What Is The Level of Preschool
What Is The Level of Inclusion Students' Social Skills? Do Inclusion Students' Social Skills Significantly Differ Based on Age and Gender?
Is There a Significant Relationship Between Inclusion Students' Social Skills and Level of Displaying Problem Behaviors and Preschool Teachers' Classroom Management Skills?
Discussion
Mean scores that teachers obtained from Classroom Management Skills Inventory for Pre-school Teachers in general and the mean scores obtained from scale sub dimensions in the study presented that teachers had high level of perceptions related to their classroom management skills. In other words, participating teachers' perceptions related to their classroom management skills were rather positive. It was also identified that the score obtained from professional skills sub dimension was higher than the score obtained from teacher-child interaction sub dimension. This finding may show that while teachers worked together with inclusion students, they did not interact with them sufficiently.
According to studies that focus on classroom management; Adıgüzel & Cülha (2016) reported that teachers perceived their classroom management skills as sufficient or high and they though they "mostly" carried out these skills and Koçoğlu (2013) found that teachers performed "a bit higher than the moderate level" in classroom management mean scores. The results of this study support such previous findings.
However, some research findings emphasize the fact that teachers have limited or low level classroom management skills. Gezgin (2009) reported that pre-school teachers or pre-school teacher candidates have information about classroom management strategies in general but they do not use some strategies almost at all while Güner (2011) found that teachers have limited classroom management knowledge.
Regarding the relationship between teachers' classroom management skills and age; it was identified that classroom management skills were significantly lower in teachers younger than 25 and in teachers between 25 and 34 years of age compared to teachers who are 35 years or older. In other words, teachers' perceptions regarding their classroom management skills increased in the scale in general and in scale sub dimensions along with increases in age. This finding is thought to be associated with increased professional experience by age, personal development and experience.
Durğun (2010) found that classroom management skills of teachers who were 51 years or older were significantly higher than those of other groups and this finding supports the findings of the current study. However, contrary to the findings of this study, Güner (2011) found that classroom management knowledge of teachers who were 45 or younger were higher than those who were 46 or older.
Teachers' classroom management skill levels significantly differed based on the type of school they graduated from. Compared to teachers who graduated from distance education; teachers who graduated from formal educational institutions obtained significantly higher scores in classroom management skills including sub scales. This finding indicates that compared to teachers who graduated from distance education institutions; teachers who graduated from universities that provide formal education had more positive views on classroom management. It is believed that teachers' positive views on classroom management may be affected by the fact that formal education is conducted via one-on-one contact and supports face to face interaction and one-on-one and active learning. This finding is supported by similar studies. Dinç er and Akgün (2015) reported that classroom management skills of teachers who graduated from formal faculties of education were higher compared to those of teachers who graduated from distance education Faculty of Education. According to Kale & Baburşah (2017) , classroom management inclinations of teachers do not significantly differ based on the type program teachers graduate from.
Teachers' classroom management skills differed based on seniority. Compared to teachers with higher seniority, classroom management skills of teachers with professional experience of one year or less and teachers with 2-5 years of experience were lower in professional skills and teacher-child interaction sub scales. This result indicates that professional experience positively affects teachers' classroom management performance. As teachers' professional experiences increase, their classroom management performances also improve. It can be claimed that experience is an important element in teaching profession due to its direct influence on classroom management. Similarly, Yumuş (2013) found that teachers with 15 years or more experience were better at coping with undesired behaviors in class compared to their colleagues with less experience. In his study "Classroom Management: Beliefs of Preservice Teachers and Classroom Teachers Concerning Classroom Management Styles" Laut (1999) explored the impact of seniority on teachers' classroom management practices. According to the results of the study, compared to the other group; teachers with at least 3 years of professional experience adopted interventionist approach at a lesser degree. Martin and Shoho (2000) and Martin, Yin and Mayall (2006) examined the relationship between teachers' classroom management attitudes and their professional seniority. Both studies demonstrated that compared to novice teachers, teachers with many years of experience utilized a more interventionist approach towards children in classroom management. However, Yüksel (2013) reported that teachers' classroom management skills do not differ according to professional seniority with the exception of "motivation" sub scale.
Teachers' classroom management skills differed based on staff status. Professional skills and teacher-child interaction skills of the teachers in permanent staff were found to be significantly higher than those of teachers who were paid by the hour. According to this finding, staff status led to significant differences in perceptions regarding classroom; this may be related to the fact that compared to teachers that are paid by the hour, teachers in permanent staff are more likely to develop a sense of belonging to their schools. In addition, this sense of belonging may lead teachers to embrace their schools and classrooms in such a degree to motivate increases in the use of better classroom management skills. Similarly, Dinç er and Akgün (2015) stated that being on permanent staff had a significant effect on perceived classroom management skills. On the other hand, Adıgüzel (2016) expressed that being on permanent staff had no significant effect on perceived classroom management skills and teachers who were on permanent staff or who were paid by the hour obtained almost the same scores in classroom management skills scale.
When inclusion students' scores from Social Skills Scale were assessed in general based on teacher responses, it was found that inclusion students had moderate level social skills. Similarly, Poyraz-Tüy (1999) reported that scores obtained by special needs students from social independence and social cooperation sub scales of social skills scale did not differ significantly from the scores obtained by their peers with normal developmental patterns.
Inclusion students' scores on social skills scale did not display significant differences based on age. In other words, inclusion students who were 4-5 or 6-7 had similar social cooperation, social interaction and social independence skills and age did not play a determinant role in social skills. Different from the findings of this study, Merrell (1994) and Poyraz-Tüy (1999) found that social skills develop by age. Aydın & Şen-Sönmez (2014) and Aydın & Sönmez (2014) reported that while age factor does not directly increase social skills, it may be related to them.
Inclusion students' scores from social skills scale in relation to gender show that scores obtained by female students were higher than those obtained by male students in social cooperation, social interaction and social independence. According to this finding, compared to age, gender plays a more determinant role on social skills. It was found in this study that while 4 and 7 year-old inclusion students had similar social skills, 4 year-old male and female students had rather different social skills. Aykır (2010) reported that male students had less social skills compared to female students and this finding supports the findings of the current study. However, Aydın & Şen-Sönmez (2014) stated that there were no significant differences between social skills of mentally disabled children and gender.
Based on the scores obtained by inclusion students in Problem Behaviors Scale and its sub scale dimensions; inclusion students were identified to have high levels of internalizing and externalizing problem behaviors. In the scope of the study, inclusion students' social skills were found to be at moderate level while their problem behaviors were rather high. This finding can be interpreted to mean that there is an inverse relationship between social skills and problem behaviors. This finding points to high tendencies of displaying problem behaviors by inclusion students and it is similar to the results of many studies in literature. Poyraz-Tüy (1999) reported that hearing impaired students that attended special education institutions displayed more internalizing problem behaviors compared to their peers with normal developmental patterns. Gök (2013) included the views of teachers who had inclusion students in their classrooms. According to these teachers, inclusion students experienced adaptation problems from time to time and displayed aggressive behaviors.
Scores obtained by inclusion students from Problem Behaviors Scale did not differ based on age. In other words, inclusion students who were 4-5 or 6-7 years of age had similar tendencies to display internalizing or externalizing problem behaviors. The finding by Sucuoğlu and Özokçu (2005) and Aydın & Şen-Sönmez (2014) that there were no relationships between disabled children's problem behavior levels and their age support the findings of this study. On the contrary, in their study, Alisinanoğlu and Kesicioğlu (2010) found that children differed based on age in the inattentiveness and hyper activity sub dimensions of problem behavior scale.
Scores obtained by inclusion students in Problem Behaviors Scale did not significantly differ based on gender. It was found that male students had higher tendencies to display externalizing problem behaviors compared to female students. This result implies that inclusion students' gender is more dominant in determining problem behaviors compared to their age. In other words, a young female inclusion student in the study is less likely to display negative behaviors compared to an older male inclusion student. In their research, Sucuoğlu and Özokçu (2005) reported that scores obtained from problem behavior scale were in favor of male students; in other words, male students displayed more problem behaviors compared to female students. Yoşumaz (2013) stated that inclusion students' problem behaviors did not significantly differ according to gender.
In their study titled "Teacher Classroom Management Practices: Effects on Disruptive or Aggressive Student Behavior"; Oliver, Wehby, and Reschly (2011) investigated the relationship between teachers' classroom management practices and their students' problem behaviors. Results pointed to a meaningful relationship between teacher's classroom management skills and in-class problem behaviors. Contrary to this finding, the study results point to no significant relationships between teachers' scores in classroom management skills scale and students' scores in social skills and problem behavior scales. Therefore, it was determined that inclusion students' social skills and problem behaviors were not significantly related to teachers' classroom management skills. This result may be related to unbalanced distribution of the study group in terms of gender characteristics (such as the fact that all teachers were females, large number of male students compared to female students etc.), setting of the study and the societal structure, characteristics of the scale used in the study and limited number of participants.
Overall assessment of the main findings of the study shows that classroom management skills differentiated according to teacher characteristics, a meaningful difference existed between students' gender and their social skills and problem behaviors however there was no significant difference between teachers' classroom management skills and their students' social skills and problem behaviors This study has some limitations. It was conducted with a total of 42 pre-school teachers and 42 inclusion students attending pre-schools based on primary schools affiliated with Ministry of National Education, independent and private kindergartens located in the central district of a province in Turkey. The majority of participating inclusion students were male whereas all teachers were females. Therefore, the results of this study are not generalizable to all Turkish contexts.
Some suggestions based on the results of this study are as follows: A large majority of inclusion students were found to obtain sufficient scores from Problem Behaviors Scale. Therefore, sources of the problem behaviors, which are listed in the scale, found to be frequently repeated can be investigated. Training programs can be organized by experts to minimize these behaviors in the classroom. Teachers can be provided with in-service training programs on the strategies that can be utilized to minimize problem behaviors in class. The study group was very limited in this study due to its focus on inclusion students. Future studies may be extended to teachers who do not have inclusion students in their classrooms to have comparative analysis of classroom management skills employed by these two teacher groups.
Teachers' classroom management skills may be investigated based on various factors including their attendance in in-service training activities, having inclusion students in their classrooms, number of students in their classrooms, their marital status and whether they have children. Factors affecting children's social skills and problem behaviors can be explored by including additional factors such as disability status, number of siblings and duration of school attendance.
